In this edition, we have over forty pages of learning and teaching ideas and case studies on a wide range of issues including: e m b e d d i n g s c h o l a rly activity in teaching and learning (Andrew Clegg, U n i ve rs i t y College Chichester), Geography teacher training in Italy (Gambini and Brunell, University of Urbino, Italy), teaching intrapreneurship to GEES students (Pauline Kneale, U n i ve rsity of Leeds), research and teaching (Roger Lee, Queen Mary, U n i ve rsity of London), d e veloping online volcano modules (Tu rney et al. Queen's Unive r si ty Bel fast), e m p owe ring students in large groups (Shelagh Wa d d i n g t o n , N a t i o n a l University of Ireland) and not least,the European HERODOT thematic network for Geography in HE (Glenda Wall and Karl Donert,Liverpool Hope). We also have our usual updates on LTSN-GEES Subject Centre a c t i v i t i e s , d e ve l o p m e n t s , projects and some important dates for yo u r d i a ri e s . In addition, we have a resource bri e fi n g , on teaching M a t h e m a t i c s , Statistics and Quantitative Skills to GEES students (Andrew Folkard, Lancaster Unive rs i t y ) . This handy refe r e n c e document highlights key issues in developing successful strategies fo r e n a bling GEES students to acquire quantitative skills; it also identifi e s associated resources, references and further reading on these issues.
As the HE landscape continues to change at a fast pace, in this editorial I would also like to take the opportunity to update PLANET readers about two major developments in the national learning and teaching a r e n a , n a m e ly the Higher Education A c a d e my and Centres fo r Excellence in Teaching and Learning (CETL). I will also briefly describe how these two initiatives relate to the future role of the Learning and Teaching Suppor t Network (LTSN), and your GEES Subject Centre.
The Higher Education Academy and the LTSN
The HE Academy (www. heacademy.ac.uk) based in York and soon to be headed by Professor Paul Ramsden, was offi c i a l ly incorp o rated in October 2003. It aims to promote higher education for the publ i c benefit by:
• p r oviding strategic advice and co-ordination to the higher education sector, g ove rn m e n t , funding bodies and others on policies and practices that will impact upon and enhance the student experience;
• supporting and advancing curriculum and pedagogic development across the whole spectrum of higher education activity • facilitating the professional development and increasing the professional standing of all staff in higher education.
The major par t of the A c a d e my's funding will come from the HE Funding Councils and will build on the successful model developed by both the Institute of Learning and Teaching in Higher Education (ILTHE) and the LTSN in engaging academics and other staff in Higher Education Institutions in their work. LTSN Subject Centres (such as LTSN-GEES),will continue to exist in their present format and role and will be a core par t of the Higher Education A c a d e my. They will contribute to the Academy's outreach to practitioner communities and ensure the effective dissemination and sharing of good practices with subject communities. However, there will be a strengthened research and development function in the Academy, building on the work of the LTSN Generic Centre and cove ring issues such as employa b i l i t y, widening par t i c i p a t i o n , student retention, e -l e a rning and quality e n h a n c e m e n t . In shor t , our GEES community should not see any substantial change in terms of our activities and services as we move into the new Academy.
Centres for Excellence in Teaching and Learning (CETLs) and the LTSN
The Centres for Excellence in Teaching and Learning (CETL) initiative by HEFCE (h t t p : / / w w w. h e f c e. a c. u k / l e a rn i n g / T I n i t s / c e t l /) has two main aims:to reward excellent teaching practice, and to invest further in that p ractice so that the funding delive rs substantial benefits to students, t e a c h e rs and institutions. Some £315 million is av a i l a ble to fi n a n c e CETLs over the fi ve -year period from 2004-05 to 2008-09, i n c l u d i n g £140 million for capital in the fi rst two ye a rs of the funding peri o d . CETLs might focus on for example a mode of teaching, such as fieldwork or lab-work, a goal of HE, such as widening participation or student employability, or a method of teaching, such as problem-based learning, or e-learning.
There will be a two-stage bidding process. The first stage focuses on the case for excellence and the rationale for the CETL's focus;bids that succeed at the first stage will be assessed at the second stage on their business case for developing the area of excellence and increasing its impact on teaching and learning. As this edition of PLANET goes to p rint no doubt many institutions will be busy writing and submitting their bids for the first-stage bidding process (deadline 23 rd April 2004).
How does the CETL initiative relate to the LTSN?
The relationship with the HE A c a d e my is seen as a key factor in s e c u ring a successful outcome to the CETL initiative ove ra l l . The HE A c a d e my and its Subject Centres will offer specialist exper tise at individual pra c t i t i o n e r, s u b j e c t , and generic levels of teaching and learning that is complementary to the student focus of CETLs.The HE A c a d e my can also draw on sector netwo r king and dissemination activities to advise and guide CETLs as they draw out the elements of good practice from their own institutional contexts to info rm and benefit practice in other institutions.
However, there is a set of core principles that underpin the nature of the new Higher Education A c a d e my 's engagement with institutions bidding for CETLs, p a rt i c u l a rly in relation to LTSN Subject Centres, including GEES. Clear terms of engagement between the LT S N G e n e ric Centre, and Subject Centres and Stage One bidders have been defi n e d . In sho r t , we are able to offer advice on th e content/subject-related dimensions of any bid (if requested by a bidder) and we can ve ri f y, by signature, statements about bidders ' interactions with LTSN-GEES. However, we are unable to offer advice on the bidding process, nor can we sign any evaluative / j u d g m e n t a l statement or standard letter of support for bids.
For more info rmation and advice (under the above terms) on Geogra p hy, E a rth and Environmental Sciences-related bids please contact Helen King ( h k i n g @ p ly m o u t h . a c. u k ) , or visit: h t t p : / / w w w. g e e s . a c. u k / c e t l s . h t m. F o r f u r ther info rmation about the relationship between CETLs and the A c a d e my, including FAQ s , see the A c a d e my web-site at h t t p : / / w w w. h e a c a d e my. a c. u k / C E T L s /. For advice on the bidding process and any other CETL-related matter, including FAQ s , see the contact details in HEFCE's Invitation to bid document (URL above ) .
S o, in short , it would appear to be business as usual here at LT S N -G E E S , and we will be wo rking hard to ensure that we continue to provide high quality learning and teaching support for you, our GEES c o m mu n i t y. For the next few ye a rs we will wo rk with the CETLs, become a central component of the Higher Education Academy, and most of all, be responsive to our GEES commu n i t i e s ' needs through focused, timely and accessible activities and services. In addition, we will of course regular ly update you with news from the rapidly changing world of learning and teaching through PLANET, our email distribution lists and our website (http://www.gees.ac.uk).
Introduction
In the context of changing national funding policies, there is currently much debate over the definitions and relationships between research and scholarly activity, and how they relate to the students' Higher Education (HE) experience . The aim of this article is to review aspects of the current scholarly activity of Geogra p hy and To u rism staff at U n i ve rsity College Chichester (UCC), and to highlight how these activities have been subsequently embedded within the respective Geography and Tourism Management degree programmes.
Although there is no universally agreed definition of the precise nature of scholarly activity, key indicators appear to include activities such as: attendance at conferences, recent publications, keeping abreast of the relevant litera t u r e, p a r ticipation in knowledge tra n s fe r, c o n t i nu e d p r o fessional deve l o p m e n t , a c t i ve membership of subject associations and professional bodies,incorporation of research findings into teaching m a t e ri a l s , u n d e r taking consultancy and liaison with employe rs on vocational progra m m e s . Within the Geogra p hy and To u rism subject areas at UCC, one of the main areas of activity has concentrated on consultancy wo r k and suppor tin g public and pr ivate sector organisations and agencies on the practical implementation of tourismrelated projects within the South-East region. C o n s e q u e n t ly, w h i l e making a positive contri bution to external income genera t i o n , t h e output of this work is not appropriate for inclusion within the Research Assessment Exercise (RAE). H owe ve r, amidst calls for degree programmes to meet the needs of employers more positively, and to enhance the employability of graduates, these activities do provide an invaluable contribution to teaching and learning strategies,an important link to 'real wo rl d ' situations and profe s s i o n a l s , and a distinct valueadded component for students and staff.
Indicative examples of consultancy activity at UCC include:
Tourism Training and Business Support
Staff have worked closely with the Regional Tourist Boards (RTBs) to develop training opportunities for tourism businesses in the r e g i o n . This ye a r, UCC secured the national redeve l o p m e n t c o n t ract for Welcome Management, a one-day management t r aining cour s e accredi ted by the Regional To u r ist Board Partnership and 'VisitBritain'. In addition to this programme, we also deliver the following courses:
• Welcome Host: a one-day customer service training programme; • G reen A d v a n t a g e : a one-day training programme designed to encourage the development of sustainable tourism products and services amongst tourism businesses and destinations; • Welcome A l l : a one-day training programme designed to ra i s e awareness and improve customer service skills for visitors with special needs; • Welcome Wa l ker and C yclist: a o ne-day cour se fo r accommodation providers designed to increase their awareness of the needs of the Walking and Cycling Market; • Welcome Farmer: a one-day course designed to help local p r o d u c e rs maximise sales at local Farm e rs ' M a rke t s , f a rm shops and via the Internet.
South East England AONB Sustainable Tourism Project
We are curr e n t ly wo rking on a Countryside Agency and SouthEast England Development Agency (SEEDA) funded project designed to promote awareness amongst tourism businesses of the potential benefits of being located within Areas of Outstanding Natural Beauty (AONB). The programme highlights the value and opportunities of promoting local distinctiveness through a series of specifically designed training and awareness days, and through the p r ovision of online business and marketing support materi a l s . Additional wo r k for the Countr yside Agency has invo l ve d examining the structure of the accommodation stock on the National Trail network.
Public Sector Partnerships
In 2000, staff co-authored the A run District Council To u ri s m S t rategy (2000) (2001) (2002) (2003) (2004) (2005) , and are curr e n t ly supporting this stra t e g i c programme through a range of different initiatives. In addition to c h a i ring the Distri c t 's Strategic To u rism Action Group, we have most recently supported a series of tourism induction sessions for new councillors to enhance their understanding of tourism in the local economy.
Embedding Scholarly Activity
These kinds of activities are of course excluded from the RAE because, with their emphasis on training, they constitute 'development of teaching m a t e r ials that do not embody original research' ( H E F C E , 2 0 0 3 ) . N o n e t h e l e s s , they do facilitate the development of teaching and l e a rning strategies that have a clearly defined vocational fo c u s , a n d which have been info rmed by an understanding of the external and i n t e rnal issues facing the tourism sector, as identified in the National QAA Subject Benchmark Statement for Hospitality, Leisure, Sport and Tourism.This has been achieved in a number of ways:
Guest Speaker Programmes and Fieldtrip Opportunities
The involvement with the public and private sector at a local, regional and national level has provided valuable oppor tunities to include i n d u s t ry professionals within the teaching and learning progra m m e. Current contributors include the Head of Investment at Arun District Council, and representatives from the Regional Tourist Boards (RTBs) and the Countryside Agency. Moreover, involvement in these projects has highlighted the diverse range of tourism projects underway across the region. Many of these projects escape the attention of the main academic community, but provide valuable 'real life'examples of tourism p a rt n e rs h i p s , and the practical realities associated with implementing t o u rism programmes within destination env i r o n m e n t s . Such examples consequently provide pertinent fieldtrip locations so students can see and cri t i c a l ly assess tourism management in action. This consistent emphasis on exposure to real wo rld situations and professionals is essential to embed the necessary experience and knowledge that many employers are looking for. Most significantly, this approach addresses the widespread scepticism that university tourism degree programmes fail to deliver programmes that are relevant to the tourism industry and are seen to be provided by individuals with little experience of the 'real world' (Leslie and Richardson, 2000) .
Frequent contact with industry also ensures that academic staff are upto-date with the latest industr y deve l o p m e n t s , and are able to incorporate this into their teaching almost immediately. The effective embedding of consultancy wo rk allows students to look beyond the academic text, and to place key themes such as strategic management, sustainability and dealing with small businesses in the context of an operational destination environment.
Module and Assessment Design
The design of new modules has also been influenced by the nature of the scholarly activity undertaken at UCC. This is particularly notable in relation to the Level 3 Module 'Training, Education and Interpretation for Tourism' which has been developed as a result of the training and development work undertaken for the RTBs.
The aim of this specific module is to introduce students to a range of tools and approaches central to developing appropriate and effective education, training and interpretation strategies.The learning outcomes h ave been developed in conjunction with the RTBS to ensure that industry expectations of training materials and the necessary graduate skills have been met. For example, by the end of this module students should be able to:
• D evelop a critical awareness of the nature, role and importance of education, training and interpretation within the context of the tourism industry;
• E valuate the complete training cycle from the analysis of tra i n i n g needs through to the implementation and evaluation of training;
• Identify training needs at organisational,group and individual level,and take appropriate steps to address these needs within an appropriate management framework;
• U n d e r stand the stages involved in the development and implementation of effective interpretation strategies;
• Design and deliver effective training and interpretation strategies that t a ke account of learning processes, l e a rner and trainer styles, evaluation and assessment tools , and appropriate support i n g technology and resources.
The influence of scholarly activity has also extended into assessment design, to ensure assessment is realistic and reflects the type of work g raduates could typically find themselves doing upon graduation into the tourism sector. For example, in relation to the module outlined above, students are asked to develop either: The nature of this assessment and the related assessment criteria have been based around staff expertise in developing training materials for the RT B s , and the project briefs and development cri t e ria staff themselves have had to work to. Again, the emphasis is on making the assessment as realistic as possibl e, while at the same time equipping students with the necessary skills and expertise they would find useful in the world of work.
To reinforce the emphasis on industry experience, representatives from the local and regional tourism industry are frequently invited to attend student presentations, so that students become accustomed to presenting to industry employe rs . Consultancy links within the region have also facilitated the development of work placement opportunities, and many students now under t a ke final year disser t ations as consultancy projects for local tourism businesses.
The range of projects we currently support also provides the basis for specific lectures,seminars and workshops,and within the context of the To u rism Management degree has underpinned distinct pathway s relating to sustainable tourism and destination management. With this structure in place , the Tourism Management degree route is now in the process of gaining professi onal accredi tat ion by th e To u ri s m Management Institute.
Using Scholarly Activity to Add Value
S c h o l a rly activity can also be used to add a distinct 'value added' component in a number of way s . F i rs t , capitalising on our position as master tra i n e rs for the RT B, students also gain cert i fication in the ra n g e of training programmes we support , via their inclusion in appropri a t e m o d u l e s . For example, a student under taking a Level 2 module in S u s t a i n a ble To u rism would attend a Green Advantage training day as p a rt of the cours e. S i m i l a rly, students registered for a module on To u ri s m Management and Planning, would gain cer t i fication in We l c o m e M a n a g e m e n t . T h e r e fo r e, students not only graduate with their degree, but they also leave unive rsity having gained cert i fication in a number of related areas. This makes a valuable addition to a student's CV and f u rther enhances their employa b i l i t y. S e c o n d , our invo l vement with the local tourism industry serves to raise our own profi l e, which in turn leads to additional enquiries for consultancy wo rk , o f fe rs of guest s p e a ke rs , student placements and fi e l d t ri p s . M a ny of these offe rs are based on a reciprocal arra n g e m e n t . For example, a student providing a s e rvice for a local business (e. g . website design or a visitor surve y ) , a n d using their experience as part of their assessment, is often matched by a r e p r e s e n t a t i ve from that business coming in and doing a guest lecture. We have effe c t i ve ly engaged the industry in a collabora t i ve virt u o u s i n fo rmation cycle, the benefits of which have spilt over into other subject areas at UCC. F i n a l ly, while there is a clear pedagogic rationale for the inclusion of scholarly activity in teaching and learning stra t e g i e s ; it also p r ovides a distinct unique selling point when marketing our degree p r o g ra m m e s . In comparison to neighbouring Higher Education e s t a blishments on the south coast, UCC is small, yet our clear links with i n d u s t ry provide our programmes with strong credentials. 
Conclusion
Scholarly activity, in whatever form, will remain an important feature of academic departments, particular ly as HE attempts to meet the needs of industry employe rs , and the regional and national economy. A s HEFCE (2003, p. 27 ) identifies, there is a need to 'ensure that the HE sector as a whole is effectively and productively engaged in supporting national policies for economic growth and social development'.While the outputs of this activity may not alw ays be compatible with the requirements of the RAE, they do provide an opportunity to embed a vocational focus within the HE experience. A frequent question asked by many employe rs is 'what ex p e rience do you have?' . The effe c t i ve i n t e g ration of scholarly activity, for example consultancy wo rk , w i t h i n teaching and learning strategies provides an opportunity to embed that experience within degree programmes. It provides an important link to the wo rld of industry, which can benefit the content of modules, provide work placement opportunities, and enhance the employability of students. Moreover, the demonstrable link with industry underpins the legitimacy of the HE experi e n c e, while simu l t a n e o u s ly serving to embed HE within the regional economy. As HEFCE (2003, p. 27 ) point out 'increased interaction between HE and business will help to d e velop understanding within HE of the needs of bu s i n e s s e s , and to build intelligent demand within business for the resources of HE. People invo l ved in the interactions will themselves develop new knowledge and skills'. HEFCE's commitment to 'broadening this stream of activity' and 'promoting and rewarding a vital role for less researchi n t e n s i ve HEIs in knowledge tra n s fer and innov a t i o n ' ( H E F C E , 2 0 0 3 , p.28), can only serve to reinforce this kind of scholarly activity. 
Andrew Clegg

The Status of Geography in Italy
Traditionally, geography has been a compulsory subject in primary and middle schools in Italy, and it was widely recognised that the main geographic concepts must be part of a student's cultural endowment. Therefore, within higher education, at least one geography exam was included in many Unive rsity faculties, n o t a bly Educational Sciences ( fo rm e rly Pe d a g o g y ) . H owe ve r, g e o g ra p hy teachers in pri m a ry and middle schools usually lacked specific training in the discipline, s i n c e only two universities in the whole country offered degree courses in g e o g ra p hy. In addition, not all teachers acknowledged and therefo r e conveyed the idea that the subject could be interesting and enjoyable. M o r e ove r, the teaching of geogra p hy was grouped with history and social studies (primary schools) or history and Italian (middle schools). G i ven that other subjects are genera l ly considered more import a n t than geography by teachers,they often absorbed most of the teachers' time and creative energy.
The following comments on the Educational Science students' previous attitudes towards the Geogra p hy discipline, impressed us for their particularly negative view:
"superficial in every sense" "theory-oriented" "the discipline that teaches names only" "a discipline to be learnt by heart" "tied to the teachings of the past" "I did not think it could have a connection with our everyday life"
When asked about memories from their geogra p hy education in s c h o o l , the most common answer was nothing like methodology, principles, -rather, something more of a list: The Italian education system is now undergoing momentous changes, fo l l owing the Bologna Process. H e n c e, the impor tance of info rm i n g students about the evolving legislative fra m e wo rk and status of the Geography discipline became apparent and not least to try and change this (negative) perception about the discipline.
The Geography Workshop and its Aims
For a few years no w, the University of Urbino has provided workshops for underg raduate students of Educational Sciences (i.e.) future kindergarten and primary school teachers. Attendance is compulsory for two workshops a year, to be chosen from a variety of themes. In N ovember 2003, the new Geogra p hy programme made its fi rs t a p p e a ra n c e, as an altern a t i ve to the English, F r e n c h , E nv i r o n m e n t a l Education and Scientific Education wo rk s h o p s . The fi ve 4-hour G e o g ra p hy wo rkshops were meant to be experi m e n t a l , and we, t h e teachers,enjoyed considerable freedom.However, no budget had been a l l o c a t e d , and the equipment av a i l a ble was only basic (maps and a projector). This was deliberate in order to keep costs down -an issue that appears to be apparent in a school context! The fact that all workshops were held on a Saturday had initially caused some worry amongst staff, since most students tend to go back home for the we e kend whenever possibl e. H owe ve r, in the eve n t , this we e ke n d schedule was ideal for most, because it did not conflict with other lessons or wo rk commitments. The length of the wo rkshops (fo u r hours) matched the typical duration of a school day, and was therefore a good testing ground for the students' reaction to the timing and alternation of teaching activities.
The Geogra p hy programme was attended by 24 full-or part -t i m e students, aged 20-43. To our knowledge, ours was the only programme conducted by two academics. G i ven the limited number of sessions scheduled,the emphasis was necessarily more on skills and critical tools than on content.Very optimistically, we set the following goals:
• S u p p ly the students with basic geographic knowledge and information, albeit limited; 
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• Conduct and illustrate some activities that could possibly be used in their own future classes;
• Outline the legislative fra m e wo r k and changing status of the discipline: objectives, terminology, methods, activities and priorities envisaged by the old and new legislation in Italy;
• Emphasise the potentials of teamwork;
• Show how to critically use textbooks;
• Most impor t a n t ly, t r y to present the discipline in an entirely d i f ferent manner, so that the students may in turn cascade new approaches in their own classes.
Plan of Work
Attendance at the wo rkshops was wo rth two credits. The students then had the option of planning a teaching scheme according to the theoretical principles acquired during the course -which would grant them a further credit. Such teaching projects would then be evaluated by the two tutors and their coordinator, Director of the Institute of Geography of the Università di Urbino "Carlo Bo".
Our aims were cer t a i n ly ambitious. The fact that attendance was compulsory for 80% of the lessons indicated a likely change in the class composition during the course. We therefore adopted a plan of work ( Figure 1 ) where each lesson would be self-contained and therefore an autonomous unit; the choice of topics, n o n e t h e l e s s , would enabl e continuity between the units.
In selecting the topics, we were influenced by the following criteria:
1) Subjects of current interest and primary impor tance;
2) Topics that could easily be introduced and dealt with creatively;
3) Themes that would emphasise the ve rsatile and interdisciplinary nature of the discipline; 4) Subjects that are not often dealt with in standard textbooks; 5) Topics refe rred to in national legislation for kinderg a rtens and primary schools.
Legislative Framework
In order to include legislative components in the course (point 5 a b ove ) , we refe rred mainly to the New Programmes for Pri m a ry Schools (1985, N u (2003) for the same sector. Not having been finalised, these plans are in need of modifications that will probably free them from some ambiguous passages and inconsistencies.
Pa rt i c u l a rly in the case of Geogra p hy, the previous legislative texts ( 1 9 8 5 , 1991) reveal a high scientific level and helpful guidance. T h e y offer high profile methodological suggestions and are supported by the findings of international psychological and pedagogical research.
H owe ve r, we also refe rred to the most recent law (No 53, 2 0 0 3 ) , particular ly the section regarding the restructuring of Primary School, for an analysis of the emerging profile of geography teachers, and the educational role they hold. Trying to develop the teaching profession,as outlined by the new law, has been one of the main goals of the workshop;a teacher with increased professionalism and a greater sense of responsibility.
One of the most relevant changes introduced by the recent law in primary schools is the adoption of a main teacher for groups of school c h i l d r e n . The previous system, in operation since 1990, had two teachers over three classes,or three over four. Each teacher thus had a minimum of 9 to a maximum of 12 teaching hours with a single class. The teachers could divide the subjects among them as they wished, but the most common practice was to group them into three main d i s c i p l i n a r y areas: l i n g u i s t i c -e x p r e s s i ve , a n t h r o p o l o g i c a l , l o g i c a lmathematical. In the new system,the single teacher is in charge of the main subjects (Italian, m a t h e m a t i c s , h i s t o ry, g e o g ra p hy, social studies) and co-ordinating all of the class activities associated with these. This means that the teacher will have more teaching hours with a single class and will have to update a variety of competencies and develop an interdisciplinary teaching strategy, given the scope of subjects and areas he/she will now need to cover. We are not subscribers to a single school of learning:our strategy was rather a synergy between the behavioural and cognitive approach, with stimuli and rewards working alongside a more structured and problemsolving method. We decided each lesson should have a common structure and therefore each class included:
1) A theoretical session, where the main concepts would be clarified; the info rmation was delivered through small lectures and/or p r o blem-based learning exe r c i s e s . We decided to adhere to the c u rriculum from their Geogra p hy class. Their 'wanting to learn ' (Race and Brown, 1998) was initially aroused by their relationship with the teachers, then by personal curiosity and challenge.
2) Applied theory : the continued practical application of teaching principles into several different approaches made them familiar to the students ("repetition" and "digestion"-of principles,ibid.). This amongst other things helped to build curi o s i t y, motivation and teamwork.
3) Games:these included role plays, contests,and others. Some were static, others required some moving around (the "doing", ibid.).
4)
A manual activity; these were carried out in groups or individually; some were creative, some more technical, o t h e rs were ve ry simple lab reproductions of physical phenomena ("doing"): it was while wo r king on a small plastic model that a pupil fi n a l ly understood the exact meaning of scale.
5) References to the preceding and following lessons; we thus aimed to encourage an holistic vision of the different geographic aspects, issues and approaches, and show how they are intimately connected and mutually clarifying ("digestion"-of information and methods).
6) Feedback and reflections on the day's activities and contents: we r e g u l a rly provided the pupils with fri e n d ly and encoura g i n g feedback, both informally and formally, orally and in written form and summative ly and fo rm a t i ve ly. Our method included inv i t i n g their own feedback, which is very useful in critically re-examining and assessing one's own teaching work.This also helped to avoid making the students feel infe rior (Fourn i e r, 2 0 0 3 , p. 7 ) . In other wo r d s , in a teacher-l e a rner approach, the tutors stri ve to be professional and knowledgeable, but not impeccable, showing that they are learning in turn and constantly striving to integrate their skills with their colleagues' and the students'.
The tutors ' motivation remained strong throughout the cours e. T h e students proved ve ry willing to co-operate -part ly out of gra t i t u d e ; they were positively impressed that the teachers thought the success of the lab depended chiefly on their responses and effective learning.
Conclusion
This teaching experience has generated some issues that may be worth sharing with other practitioners in other parts of the world. On the one hand, the state of Geogra p hy in Italy appears to be less than encouraging; on the other hand, the time would seem to be right for u p g r adi ng/revising the Geogra p hy dis cipl ine in schools and a recognition of its multiple educational meri t s . A comparison betwe e n e n t ry tests and evaluation tests shows an increased interest in the discipline among the students who attended the lessons.
Sixteen students have submitted final projects. In spite of some weaknesses with respect to content and methodology, these projects demonstrate that the students have a good grasp of various theoretical and applicative notions in Geography including:
1) The possibility of expanding the scope of the discipline beyo n d traditional borders, to include questions such as sustainability and intercultural education in a geographical perspective;
2) An acknowledgement of the mu l t i d i s c i p l i n a ry and connecting potential of the discipline;
3) An appreciation of the value of geography in interpreting current issues in an evolving society;
4) The discovery of novel ways to approach the study of geography, using strategies such as personal involvement, direct participation and active learning.
Most impor t a n t ly, the students have questioned their idea of the discipline and appreciated its centrality in the learning process, a s witnessed by the comments expressed in the students' a s s e s s m e n t survey during the last day of class:
"(I have developed) a more open, g e n e ral and critical vision of the discipline, less academic and less linked to excessively traditional methods of teaching" "I learned that geography is not theory-oriented, but has a practical and creative side in addressing issues connected with modernity" " I was surprised at how the discipline can be applied to so many fields of k n ow l e d g e, h ow it is close to our ev e ryday life, h ow its vision is multiple, holistic, global" "I realised that geography is not a subject with contents to be learnt by h e a rt , b u t , if presented in a certain wa y, a fun discipline, full of interdisciplinary connections".
Time alw ays went ve r y quickly, and the students often stayed we l l b e yond the end of class, to comment on the activities, chat among themselves and seek clarification on particular issues.
We are aware that the material covered and the digestion of several aspects -especially disciplinary content and the use of textbooks -has been necessarily limited. However, if we consider that 22 out of 24 students had previously declared they had chosen this progra m m e among the numerous av a i l a ble simply because of its conve n i e n t schedule (it was held on Saturday morn i n g s , which was ideal fo r working students), we consider ourselves well satisfied with the results. 
Introduction
Intrapreneurship is the art of working within an organisation to effect change, by developing new ideas,procedures or products, by innovating p ractice and thereby enhancing the business (Pinochet and Pe l l m a n 1999;Pinchot and Company 2003;Takahashi 2000).Researching current examples of intrapreneurship in a range of businesses and organisations has enabled staff in the School of Geography at the University of Leeds to develop a suite of case materials that highlight real, c u rr e n t workplace practices and issues.The research focuses on opportunities for creativity, i n n ovation and 'making a diffe r e n c e ' . The results are t ranslated into learning materials that GEES students can wo rk with actively.
The Case Studies and Skills Development
GEES students take up employment in almost all areas of the economy; therefore in searching for intrapreneurs we have looked to as broad a range of company and organisation types as possibl e, such as a recycling fi rm in Sheffi e l d , S ave the Children fund, the Env i r o n m e n t Agency and even wool scouri n g . Amongst the cases already av a i l a bl e are:
• Intrapreneurial Teams: a case study based on issues at a chemical wo rks looking at the need for teams and their strengths and weaknesses.This includes the SWOT process.
• Green Business Netwo rking encourages lateral and creative thinking around projects that can be linked to recycle manu r e, cardboard, water and carpet tiles amongst other products.
• Intrapreneurial Tactics looks at opportunities for people who are new or young within a business to use their own experience to consider the opportunities and barriers to being intrapreneurial.
• The innovation process, being creative and asking the ri g h t questions, is the focus of the Jugglelink Inc study.
The case studies may be used fo rm a t i ve ly or summative ly and the materials are suitable for any class size with working groups usually of between 5 and 6 people They encourage students to:
• realise that they can be creative, i n n ov a t i ve, c o m m e r c i a l ly aw a r e, i n t ra p r e n e u r ial and s el f-mot ivated wit hin bu sinesses an d organisations, and
• build confidence in their graduate skills:(e.g.) networking,managing awkward situations, c r e a t i v i t y, u n d e rstanding decision making, negotiation, team working, writing, and so on.
The research shows that innovation is not the preserve of the older, l o n g -t e rm employees but that it is needed from all employe e s . I n n ovation does not have to be wholesale. I m p r oving wo rkplace life, e f ficiency and profits is also a function of small-scale innov a t i o n s : updating systems in offices, being aware of competition and tooling up ahead of time; redesigning processes; consulting and discussing. T h e research shows that anyone in an organisation can be influential in its d e ve l o p m e n t . These GEES case studies give students the opport u n i t y to review how they operate in their own vacation and part -t i m e workplaces and, we hope, the confidence to think of innovations and offer ideas.
Embedding Intrapreneurship Materials in the Curriculum
All of the cases are available to down load from:
http://www.geog.leeds.ac.uk/courses/other/casestudies/ For each case study there is a tutor pack and a student pack in Word or Power Point files that can be photocopied for class use. The aim is to provide materials that can be readily understood and implemented by tutors.In addition,there are two fully scripted lectures and a reading list to support and embed ideas about intrapreneurship and graduate employability.
Work placements can be very variable in quality, both in the type and level of learning and in the area of personal development. They can also be a problem to assess so that there is parity between students. Using case materials can develop students' understanding of the workplace in a consistent way and give opportunities for group work and reflection that is linked to career ideas.These case studies might be used in preparation for fo l l owing up learning from wo rk placements and also independently as par t of understanding employment both generically and in specific employment sectors.
The case studies may be used within Geography modules or fieldwork.
In the School of Geography at the University of Leeds, the author has used the case studies in Mas ter s level hydrology modules, undergraduate modules in hydrology and in careers and employability m o d u l e s . The sessions have been used as stand alone items in ' s k i l l s ' sessions by skills offi c e rs and in staff training eve n t s . They have been used with the public and a couple have been used with pre-university groups. Two of the cases were used with Master class summer school groups.
Student Responses
Students' post-case reflections have been consistently positive: 
Conclusion
Linking teaching with research and consultancy, as described above, can p r ovide a powerful way of demonstrating to students the necessary skills that need to be employed in dealing with everyday scenarios in the workplace . Bringing the curriculum 'alive' with these sorts of case studies can clearly demonstrate to students the need to be creative and innovative when entering employment -attributes that are highly valued by a wide-range of employe rs . The author has enjoyed using these materials and hopes that other pra c t i t i o n e rs in the GEES disciplines will utilise the resources with their own students.
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Pinchot, G and Company (2003) Research and teaching are higher education's (HE) two pri n c i p a l activities but are often seen as separate and in competition, or even in conflict. Such a view, and the practice in HE funding and management that may fo l l ow from it, is as wrong as it is unsustainable within universities.
What distinguishes higher education in unive rsities -what mu s t distinguish it -is the quality of its research. University undergraduates and postgraduates should experience the highest level of intellectual experience with which they are capable of engaging. In this sense, but o n ly in this sense, u n i ve rsities are unavo i d a bly and desira bly elitist. Courses taught by those at the cutting edge of research will necessarily be of higher quality than those taught by those merely using the research results of others, whatever the apparent 'quality' of their style of delive ry. H owe ve r, in the vast majority of cases, great intellects g e n e rate great learning experi e n c e s . When they don't, it is easily apparent and the solutions are straightforward. Nevertheless, without exposure to the best intellects, students will not get the experi e n c e that universities should provide.
Research and teaching are, t h e r e fo r e, i n e x t ri c a bly linke d . And in this light, the research reported by the likes of Hattie and Marsh is simply wrong,or, rather, has been incorrectly interpreted. Research productivity is a particular take on research, and an emphasis on it (in a possiblyrevised RAE, for example) tends to destroy good research. R e s e a r c h quality is what matters in determining the links between research and teaching.
F u rt h e rm o r e, if teaching is undert a ken by researchers , the linkage is a u t o m a t i c, e ven if, as is often the case, they are not alw ays teaching about their own narr ow research specialism. But all research spira l s outwards in all sorts of ways and teaching done by researchers cannot help but be informed by research in one way or another. Certainly, the teaching-research link does not need further bureaucracy or planned intervention to achieve it.
In this, I tend to go along with the Sven Goran Erikson school of m a n a g e m e n t : pick good playe rs (and I guess that this would mean researchers/teacher s and learners), respect them (let them get on with it) and keep things simple (don't try to impose complicated processes or interfere with natural talent by enforcing particular practices -e.g. n a rr ow minded under standings of research quality or the tick b ox/paper trail approach to quality teaching). Thus excellence in teaching is achieve d , to a ve ry large extent, by the excellence of the intellects doing the teaching. M a n a g e rs and policy-make rs would do well to remember that, e s p e c i a l ly if they have not been teaching or researching for some time, or even ever!
Creating an issue about research-teaching links is a dive rsion which adds little value. A n d , what is more, it is damaging. Claims that the explicit management of such links is an impera t i ve serve further to open up the distinction between them and imply that the kind of inherent links noted above do not exist.This separation denies the very point and practice of unive rs i t i e s . The notion of ' t e a c h i n g -o n ly ' universities is, quite simply, a contradiction in terms. It merely pretends to offer a university education without its most distinctive and essential characteristic, the inherency of the links between teaching and research. It denies the possibility of research to those who assumed that the teaching-research link was what they had been hired to practise. And it is a practice of shor t-changing of the most blatant kind. A d e q u a t e funding for research is simply inescapable if the objective is to maintain universities and expand university education.
The notion of a 'teaching-only' unive rsity also intensifies a distinction between a 'pedagogic' community and a 'research' community. The gap between these two communities presents a real problem in addressing the implied separation between teaching and research. At present, there seems to be a stand-off. There are two groups of people not talking to each other. They should. But they never will if the researchteaching nexus, which must be inherent in unive rs i t i e s , is broke n , i n thought, policy prescription or by the actions of individuals, or if either or both groups tell the other that this or that is what they should or should not be doing. Communication failures also result if either group t ries to be prescri p t i ve and demanding in terms that are, if the research-teaching nexus is accepted as a sine qua non of universities,as unnecessary as they are arrogant.
None of this is,however, to deny the value of high quality research into the dive rse links between research and teaching in the attempt to enhance teaching (or, indeed, research).What is sadly all too obvious in pedagogic research, in the UK at least,is its small scale, lack of ambition and highly limited approach. It is for this reason that some recent m oves in geogra p hy to undert a ke much larger scale and longitudinal research are a ve ry welcome deve l o p m e n t . They are despera t e ly needed. However, if the separation of teaching and research is to be c h a l l e n g e d , stopped and reve rs e d , one vital step is to stop going on about research-teaching links as if somehow this was an issue of which u n i ve rsity academics are not intri n s i c a l ly aware and to accept that, i n high quality university education, such links are not only desirable and n e c e s s a r y but inescapabl e , i f , as alw ay s , c o n s t a n t ly capable of improvement.
To try to make an issue of the links implies that they are not inherent and so have to be (re)invented and created. Such a stance is certainly unhelpful to say the least and may be read as a form of special pleading. If the objective is somehow to reassert the links between teaching and research, it achieves precisely the opposite by implying that separation is possible and it goes a long way to losing the argument before it has P L A N E T I s s u e 1 2 A p r i l 2 0 0 4 been fully engaged.Managers and policy makers must not be given that s p a c e. If the intention of public policy and local management is to create a two (or three-or fo u r-tier) system of HE, opening up a distinction between teaching and research is the best way of assisting its achievement. , 2000-2003) This article 1 examines the experience of getting to grips with using a Virtual Learning Environment (VLE) for a module where students begin to contemplate the relationship between people and place. It suggests some of the benefits for students and teachers of using a VLE to generate discussion and identifies issues that must be addressed.
The students, the VLE and module delivery
The VLE is WebCT, adopted by the University of Gloucestershire over four ye a rs ago. The module is EL105 Community and Locality; t h i s module is taught at level one and in semester one, so for some students this is their first experience of WebCT and it comes right at the start of their course. 2 The student group is highly diverse and makes a significant contribution to the Unive rs i t y 's targets for increasing access and widening participation. There are up to eighty students who are either full-time or part-time . They come from all age groups,from eighteen to seventy, and bring with them a range of different skills and experiences. The class typically consists of 25% campus-based students who can opt into the online activity and 75% who are studying at a distance. If the VLE did not exist, the gulf between the campus-based students and the distance learners would be impossible to bridge. The challenge is to provide the flexibility and choice needed by such a diverse group and to bring them together so that they feel part of a single community of learners. It is the VLE that makes this possible.
D i f ferent fo rms of delive r y evolving over the last fifteen ye a rs offe r choice to meet the needs of separate campus-based and distance learning students:
• All students receive a printed coursebook designed to inform and to stimulate a student's thinking through interactive text written as a dialogue with the student. This was ori g i n a l ly developed fo r distance learners before the VLE was invented and is updated in alternate years. It was agreed by the course team that it was not a good use of resources to put the coursebook straight on to We b C T ; an additional issue was that this would simply tra n s fe r print costs to students.
• There are face-to-face sessions including a three-hour lecture slot each week for twe l ve weeks for campus-based students, and a short residential school in Cheltenham followed by three or four regional tutorials for distance learners.
•
The cours e wo r k for the module is also designed to prov i d e opportunities for active learning through fieldwork. The full-time students base their study on field visits to communities in Gloucestershire and the Wye Valley, while the part-time distance l e a rn e rs norm a l ly wo rk in a professional capacity with local communities across England and Wales in their home areas.
• F i n a l ly, the 'new kid on the block' is We b C T which prov i d e s additional online resources, direct links to selected relevant websites and the opportunity to participate in online discussions and groupworks.
The course team needed to confront the resource issues raised by these choices. C l e a rly the VLE component means that face-to-face e vents and elements of the coursebook can be reduced but any attempt to remove them altogether would be very unpopular among both students and teachers.
The task and its underpinning principles
The teaching and learning principles that underpin the delivery of the module are threefold. The students engage in:
• active learning through a study of real examples in the field;
• reflective discussion comparing theory with practice;
• building an online community (the subject of their study).
The task that is the subject of this PLANET paper is a piece of formative assessment; the students' brief is to prepare for an essay by exploring the issues in a group discussion using WebCT. Contributions to the discussion carry 10% of the marks for the module as an added e n c o u ragement to part i c i p a t e. It is also an incentive that the online
debate prepares students for writing an individual essay on a similar subject worth 40% of the module marks.
The aim of the discussion is to make sense of published ideas on the changing nature of local communities over time. Students challenge the concept of a ru ral-to-urban continuum introduced by Fra n ke n b e rg (1967) and make comparisons between the mid-20th century studies reviewed in Frankenberg's work and experiences of communities today.
In particular, students are asked to use published ideas to explain the nature of change in specific local communities over time.
The discussion area on WebCT shows how a topic heading is created for each group of students. The groups are named after commu n i t y o rganisations such as the 'Cri c ket Club' or 'To d d l e rs United'. E a c h group is private to the group members and to the two teachers involved in supporting the group.
Within the group's private debate, students generate discussion threads such as 'Suburban classlessness' or 'Truly Rural England'. Where this is the students' fi rst experience of a V L E , they need to learn how to communicate in this way. For example , they are encouraged to design accurate topic headings and to write in an acceptable style.
As an example, this single contribution below was part of a discussion consisting of about seventy responses from seven students taking place in the autumn of 2002 over two months.
"In Banbury there could be people who do not fit into Merton's definitions. What about those that are neither local nor cosmopolitan, (i.e.) those that have moved from neighbouring towns or villages? Frankenberg explains that B a n b u r y became cosmopolitan because of the construction of an aluminium fa c t o ry which brought immigrants from the Midlands and the South. Tadley has certainly become cosmopolitan in the last 50 years -the Atomic Weapons Research Establishment was built here in the 50s, bringing 1000s of immigrants from all over the countr y and the world."
Note that despite the 10% mark allocation, three or four students still did not participate in this group and therefore received a zero mark for this element of the assessment. 3 E x p e rience indicates that it is not uncommon for 20% to 30% of the potential par ticipants to remain absent from the online env i r o n m e n t ; the motivation to participate is therefore just as significant an issue as it is with classroom attendance.
Discussions were moderated by two teaching staff visiting each group once or twice a we e k . In response to the contri bution above, t h e teacher might make sure that the debate responds to the student's first question about people who are not local or cosmopolitan.
A most enjoyable and satisfying experience for the teacher is observing the discussion as issues emerge from the students themselves. In this w ay, k n owledge is constructed by the students rather than being imposed on them directly through a lecture . As suggested by Laurillard (1993),the discussion starts from,and then builds on,the students' own experiences. One of the most interesting debates involved comparing experiences of communities faced by the closure, for example, of a coal m i n e, a defence installation or a mental health hospital. Other issues that arose from the debate included:
• changes in the role of women in different types of commu n i t y over time;
• the sense of place and identity in suburban communities;
• regional differences;
• the impact of landscape on the character of place and community.
The benefits of using a VLE for students and teachers Pavey and Donaghue (2003) suggest that as more students become familiar with the format of a discussion board, they find it at least as e f fe c t i ve as a face-to-face discussion. Feedback from students in this case study supports this view. The use of a VLE to generate discussion in this module is a real confidence boosting experience. In particular, it extends their IT skills, o f fe rs mutual suppor t by building a sense of belonging within the module and it provides valuable guidance in relation to their next piece of assessed work. Another bonus is that it p r ovides choice and flexibility of time and place for study for all students.
Laurie Howes, the module tutor, is impressed by the written academic debate among part-time mature students more accustomed to writing r e p o r ts or the minutes of meetings. The course team also recognises the value to students of being able to explore complex issues in a safe environment. Although some students resist engaging in a VLE as they (inaccurately) fear it may be impersonal, many students find it more comfortable than being required to speak up in a classroom env i r o n m e n t . The facility for tracking students' p a rticipation allows the teacher to identify non-par ticipants so that they can be contacted separately and offered more support. The VLE is an excellent way of providing tutorial support to students who cannot a lw ays be present in the same place at the same time. E x p e ri e n c e s h ows that this increasingly applies to students that are norm a l ly thought to be campus-based. For example, this semester a student attended the we e k ly lecture for four weeks and then asked "to go distance learning" for the duration of Ramadan.
The task outlined above makes sure that students have an opportunity to engage with the issues raised by a significant piece of coursework (the individual essay wo rth 40% of the marks) thereby giving them greater confidence in their ability to perfo rm . There are enorm o u s b e n e fits to be gained from being able to bring together the experiences of people working in the field with the curiosity of the less experienced. It clearly puts flesh on the bones of theory when there is such a vast resource of real places at the teacher's disposal to inform d i s c u s s i o n . The task is also a fascinating learning experience for the teacher who gains a wealth of fresh insight into community and locality across the country. There is added value arising from the diversity of e x p e ri e n c e, over both time and place, in the student group. It is g ripping stuff and both students and teachers are in real danger of getting hooked!
Significant issues to be addressed
The addictive qualities of discussion through a VLE present major problems for the management of time. The use of a VLE creates many new opportunities for teachers and learners and these opportunities can consume hours at the computer. When this problem is linked to the retention of face-to-face teaching, it is clear that action must be taken to revise module delivery. For example , the course team must review the use of the weekly lecture for campus-based students and regional tutorials for distance learners. The cost of staff hours in terms of development and support is an issue for senior management as the use of the VLE scales up to a significant level within the unive rs i t y. M a n a g e rs need to take a strategic view of implications for the staff resource of their policy of suppor ting flexible approaches to study through the use of information and communications technology.
Access to new technology will always be a problem. Four years ago, students were disadvantaged if they did not have easy access to a networked computer, but now students lose out if they do not have broadband. The Campus edition of WebCT, adopted by the university in September 2003, produces new problems for low specifi c a t i o n computer users while sophisticated virus checke rs can introduce unhelpful firewalls. 
Conclusions
This case study clearly demonstrates how the VLE adds value by generating discussion among a diverse student group. The variety of a g e, location and experience of people and place generates highly f ruitful discussions and taps into a rich vein of understanding that p r ovides much greater depth to the course experience for both students and teachers.
Although a VLE offe rs many benefits identified by both staff and s t u d e n t s , other options for course delive ry such as lectures, stand to become victims of VLE success as staff have limited resources fo r maintaining traditional levels of classroom support as well as teaching o n l i n e. It becomes clear that the use of a VLE requires a review of resource allocation. Once this issue has been addressed, the facility for b r ingi ng together students in a per sonal an d creative onli ne e nvironment regardless of time and place offe rs some intri g u i n g possibilities for the future of higher education.
Recommendations
For some teachers , the fi rst tentative step in using a VLE to support student learning often means posting up lecture notes, handouts, slide s h ows or other course materi a l . On the other hand, the discussion tool can be under-u s e d . Research for the Unive rsities and Colleges I n fo rmations System Association (UCISA) shows that only 23% of courses or modules using a VLE, in all higher education institutions in the UK, r e q u i r e p a r ticipation through communication (Browne and Jenkins, 2003) . This PLANET paper seeks to demonstrate that online discussion is pedagogically sound. It is therefore recommended that:
• Te a c h e rs consider using the discussion tool more frequently. I t makes a longer period of time available for detailed debate than is permitted in a classroom; its flexibility provides opportunities for more people to contribute and get to know each other and the fo rmat encourages them to research and reflect carefully in preparing what to write.
• Teachers planning to develop use of the discussion tool seek out staff development activities that help them practise technical and facilitation skills for this medium. It is not a complex or timeconsuming task to put students into online groups and set a topic for debate but the management of discussion can require sensitivity and subtlety so a few good tips don't go amiss. 5
• Students are given oppor tunities to practise using discussion boards ear ly in their course to help them discover that they can be just as effective as face-to-face discussion.
Endnotes 1 This article was developed from a wo rkshop presentation with the same title given at the seminar organised by the LT S N -G E E S , o n Tuesday November 18 th , 2003, at the University of Birmingham. 2 The course team consists of the module tutor, L a u rie Howes and suppor t tutors, James Derounian and Elisabeth Skinner.
3 Students who do not participate are assessed on the remaining 90% of marks related to individual cours e wo rk ; 40% of those marks are g i ven for the quality of the essay for which the online debate was preparation. 4 Personal communication 5 The Unive rsity of Gloucestershire uses an online course in em o d e rating designed by Gilly Salmon to develop skills in teaching online using the discussion tool. 
F i e l d t rips are a crucial and established component of teaching in the Eart h S c i e n c e s, p r oviding an effective means of turning theory into pra c t i c e. Increasing class size s, ' ex o t i c ' locations and the associated costs, h ow ev e r, often make it impractical to take the students into the field. In an attempt to reconcile these issues, we have started exploiting technology to develop a n ew module entitled ' Vo l c a n o e s, Humans and Environmental Catastrophes' for which five ' v i rt u a l ' field trips were integ rated within the Univers i t y 's Vi rt u a l L e a rning Env i r o n m e n t . The fieldtrips were fo rmed around online intera c t i v e maps that allowed the students to explore the field study environment by streamlined film fo o t a g e, high quality images and tex t . This paper ex p l o r e s the advantages of this approach and identifies problems that are likely to be of relevance to colleagues developing similar resources in their own speciality.
Introduction
F i e l d t rips are seen as an essential component of the degree p r o g ramme for many disciplines, d e veloping a range of general and d i s c i p l i n e -s p e c i fic skills (Ford, 1 9 9 9 ) . N owhere is this more relevant than for archaeologists and palaeoecologists where the very nature of the wo r k requires field experience to look at past human and e nvironmental change. U n fo rt u n a t e ly, h owe ve r, with the increasing demands made by larger student classes (and associated fi n a n c i a l constraints),it is becoming more problematic to undertake fieldtrips for l owe r-l e vel underg raduate modules to the like ly detriment of the learning experience. Fieldwork encourages the development of a wide v a riety of skills, including observ a t i o n , independent learning and e x p e riencing ' r e a l -wo rl d ' i s s u e s . In par t i c u l a r, by grappling with ' r e a lworld' issues it is considered that students are more likely to engage P L A N E T I s s u e 1 2 A p r i l 2 0 0 4 13 with a topic. To avoid having to remove the fi e l d t rip elements from teaching, technology offers an exciting possibility to continue teaching m a ny of the principal skills of fi e l d wo rk to students. It is becoming i n c r e a s i n g ly apparent that technology offe rs exciting possibilities in s u p p o r ting effe c t i ve learning (if utilised thoughtfully ) , e n c o u ra g i n g relevant student learning (thereby reaching a wide range of teaching aims and outcomes) (Woodley, 2001; Williams, 2002; Biggs, 2003) and developing an additional set of skills, in particular confidence within an electronic env i r o n m e n t . An exciting possibility therefore exists to d e velop computer-based ' v i rt u a l ' fi e l d t rips that fuse the principles of fieldwork with technology, carefully aligned to the learning outcomes of the module. U l t i m a t e ly, such virtual fi e l d t rips must aim to engender i n t rinsic motivation in students. Q u e s t i o n s , h owe ve r, must be set to tasks to directly assess whether the learning outcomes are met.
Within Northern Ireland, there is a Level 0 entrance for students who h ave insufficient or inappropriate qualifications (or grades) fo r immediate entry into the conventional three-year degree pathway. The Level 0 route of entry provides an alternative option for students who would not genera l ly be admitted into Unive rs i t y. As a result, t h e s e students can be considered more susceptible to failing to make the transition from 'A'-level to university degree level. Within this context, and as part of the inherent expansion in student numbers,a new Level 0 module has been developed at Queen's Unive rsity Belfast entitled 'Volcanoes, Humans and Environmental Catastrophes' (herein referred to as the ' Vo l c a n o e s ' m o d u l e ) . In its fi r st ye a r, 75 students we r e registered for the module, from a wide variety of degree pathway s within the Unive rs i t y, including palaeoecology, a r c h a e o l o g y, g e o g ra p hy and biology. Crucial to the success of the module and the students' successful University career is to engage candidates in developing their own independent learning. This module has been developed to allow students to return to resources repeatedly (if necessary) if they feel the pace of teaching is too fast. As par t of the development of this module, we outline the wider developments made in e-learning which support this module and in particular we highlight the advantages but also some of the problems associated with this vir tual approach.
The Volcanoes Module
It was decided to use innovative approaches to develop more effective teaching, empowering students to develop deep learning while at the same time providing more reflective time that traditional approaches do not alw ays make possibl e. As a result, the Unive rs i t y 's V i rt u a l Learning Environment (called Queens-Online) was integrated within the module to support teaching and learning.
Students are introduced to the basic principles of volcanology, followed by the effects on human evolution and early civilisation, the effects on ecology and climate, the effects on modern civilisation, and how man can mitigate the effects of volcanoes. The module has been designed around a bl en ded approach to teaching usi ng tra d i t i o n a l ( ' c o nventional') and innov a t i ve methods. Lectures are given in a c o nve rsational style to engage with the students and allow fo r spontaneous questioning. Technology is used to support teaching and l e a rning in all spheres. For instance, lectures are supported by we bbased resources av a i l a ble through Queens-Online and are therefo r e accessible off-campus, allowing learning to continue 'anytime, anyplace'. E-mail is also used for two -w ay communication with students. Embedded within the lecture programme are fi ve integrated ' v i rt u a l ' fieldtrips ('AD79, Pompeii and the Plinys','Santorini and the collapse of the Minoans', 'New Zealand', ' A u s t ralian vo l c a n o e s ' and ' Volcanoes in present day Campania'). The fieldtrips are accessed through Queens-O n l i n e. Assessment of the module comprises completion of all practicals and fieldtrips (worth 30%), a mid-semester test (20%) and a final exam (50%). The mid-semester test is under t a ken through Queens-Online.
The 'virtual' fieldtrips form a major part of the module as a means of a l l owing active learn i n g . These have been developed in contrast to conventional fieldtrips to allow large student numbers to be taught, to keep relative costs down (particularly to the student), and to provide students with exposure to intern a t i o n a l ly-exciting ' r e a l ' examples and issues. There are an increasing number of virtual field trips and courses available over the web. These vary considerably in quality (Stainfield et al., 2000; Shroder et al., 2002) from those that provide descriptions of an area in text and pictures to those that provide a highly interactive problem based approach such as the Virtual Montana project (Donert, 2003) . At Level 0, however, we anticipated a diverse range of student k n owledge and skills and wished to make the fi e l d t rips as simple as possible, using software that they will routinely use at a later stage in their University degree, regardless of their degree pathway.
As a result of the above, we have developed a relative ly simple model with fi e l d t rips being fo rmed around online intera c t i ve maps that allow the students to explore the environment by streamlined film fo o t a g e, high quality images and text. Students access the fi e l d t rip using their candidate number and passwo r d , via the relevant fi e l d t rip link prov i d e d in Q u e e n s -O n l i n e. This presents the user with a wo rld map showing the d i f ferent tectonic plates and the location of the individual fi e l d t ri p s (Figure 1 ). The fi e l d t rips can be accessed via the volcano icon on the map or via the title of the trip at the base of the screen and the s t r ucture allows the students to explore their env i r o n m e n t i n d e p e n d e n t ly of others ( Figure 1A ), though info rmal contact with colleagues on adjoining wo rkstations is encoura g e d . In the fi e l d t rip fo r the AD79 eruption of Mount Ve s u v i u s , the students are immediately t a ken to the Bay of Naples ( Figure 1B ), where they can chose to read the description of the eruption by Pliny the Younger from diffe r e n t g e o g raphical locations and explore a number of archaeological sites, including Pompeii ( Figure 1C ) to see the devastating effects of eru p t i o n s ( Figure 1D ). F u rt h e rm o r e, m ovies can provide a powerful tool fo r enhancing student learn i n g , a l l owing them to appreciate the scale of their environment and in many instances collect pri m a ry data (not often p o s s i ble using still images). For instance, in one fi e l d t rip entitled ' Volcanoes in present day Campania' students can model an evacuation of Naples by measuring tra f fic flow out of different zones in the city in real time recorded on a Fri d ay evening rush hour. The seamless links b e t ween the fi e l d t rips and Q u e e n s -O n l i n e means that the students gain c o n fidence in an e-env i r o n m e n t . Such an approach, h owe ve r, does not preclude developing group wo rking skills by the use of on-line discussion pages that can be set up for each session, t h e r e by allowing greater consultation between class members during the fi e l d t ri p.
Students are issued with copies of the fieldtrip questions prior to the beginning of the session and are required to consider the questions during the trip. By using technology it was possible to utilise Computer Assisted Assessment (CAA),with the latter carefully aligned to the aims and objectives of the module (Maier et al. , 1 9 9 8 ) . CAA not only thereby provides immediate feedback but can also help guide student reading. Furthermore , by providing a virtually instantaneous marking of fi e l d t rip submissions and other elements of assessment (e. g . a midsemester test), time was 'created' for the lecturer to reflect on which components of the module have been little understood and which students were at risk from poor attendance and/or poor grades which could be addressed in subsequent sessions. Once the fi e l d t rip is c o m p l e t e d , students access the relevant ' A s s e s s m e n t ' option for the fi e l d t rip through Q u e e n s -O n l i n e. The questions are given as mu l t i p l echoice options and the selection is made on-line.
The online questioning allows students to consider concepts and think about the wider issues, t h e r e by helping them to develop deeper learn i n g rather than just answe ring comprehension and/or factual points only. I n a d d i t i o n , because the marking is undert a ken through CA A , the load on the lecturer is negligible (although there is a short period of time required for entering the questions and answe rs into Q u e e n s -O n l i n e). The above is complemented by the mid-semester test of 50 mu l t i p l echoice questions that is undert a ken under exam conditions using exactly the same (online) assessment fo rmat as the fi e l d t ri p. 
Evaluation
All aspects of the module were evaluated and have been considered successful. Student feedback provided an overall module score of 4.43 (out of 5) with a lecturer score of 4.59. In addition,the virtual fieldtrips were an innov a t i ve deve l o p m e n t , thus ongoing monitoring of the fieldtrips is being undertaken.
Evaluation of the module highlighted the importance of attendance and regular access of the fi e l d t rips as an educational resource (Ta ble 1). Indeed, it was clear that many of the students were using the fieldtrips as revision aids in the run-up to the exams, with some students accessing the fieldtrips up to 38 times prior to the final examination. 69% of the entire class who attended all of the pra c t i c a l s , a n d / o r accessed the resources repeatedly, had an overall course mark of 55% or above. In contrast, 16% of the entire class who did not attend or access all of the practicals failed the module with an average score of 24% (Ta ble 1). In the ' vo l c a n o e s , hum ans an d env i r o n m e n t a l catastrophes' module, the vir tual fi e l d t rips were a key element of s u c c e s s f u l ly passing the module, with most students who passed accessing the material for revision purposes following direct assessment (69% of the class). This was a crucial and conscious decision by the module co-ordinator to help develop students as independent learners and provide them with confidence within an e-learning env i r o n m e n t .
Comments from students at the end of the module support the above.
Final grade for students Final grade for students who attended all fieldtrips who did not attend all offered as formal teaching fieldtrips offered as formal sessions (n = 59) teaching sessions (n = 16) 
Comments included:
"The practicals helped me apply knowledge gained in class, helping me to remember topics".
"Practicals stimulated my interest and made me want to learn" and "I found them (practicals) very useful as it is independent learning you can't just switch off".
There was an almost unanimous response by students that the virtual fieldtrips were the most successful element of the module.
Comments included:
"Using computers for assessment is very helpful, and helped me to gain confidence in using them".
Student failure rates were somewhat disappointing in the student c o h o r t used here (approx i m a t e ly 25%; Ta ble 1), though this is not u nusual at Level 0, with the number of successful candidates vary i n g considerably between years. For instance , in the following year of the same module, the failure rate had dropped to 12%. F u r ther to the above, the mid-semester test undert a ken on-line was considered a success by most students. Although few people like taking t e s t s , verbal feedback indicated that students prefe rred this approach to a paper examination. CAA was also welcomed by the lecturer. M a rk i n g time was cut typically from three hours to virt u a l ly nothing, and the time t a ken to tra n s fer the grades into the module spreadsheet dropped from one hour of individual score entry to around 10 minutes copying and pasting the results. This provided more time for reflection on individual questions to identify areas of uncertainty and misunderstanding in the c l a s s , which could then be addressed at the next session.
Potential Problems and the Future
The time commitment by staff in the first year was considerably more than anticipated for all concerned in setting up the fi e l d t ri p s . T h e writing of the text, films and photos took approximately three weeks, and this did not include the development of the web resources. This was not a problem in itself as we wanted the module to be a success and in the future we anticipate this 'front-loading' to be larg e ly n e g l i g i bl e. With respect to student learn i n g , students appeared to u n d e rt a ke a strategic approach to the fi e l d t ri p s , s u p p o r ting similar observations by Saunders and Klemming (2003) . Students were often observed to be looking for the answers to the assessment component during fieldtrip sessions, and then left when this information had to be obtained. Most students did not appear to take the full time on offer (a maximum of 3 hours) to make notes from the various resource elements in the fieldtrips. This is supported by comments made at the end of the module, such as "Knowing the questions before the practicals d i s c o u raged me to read the whole pra c t i c a l ". What became clear, however, was that a large majority of students returned to the resource at a later date, indicating that as a resource it was being utilised at a separate time to that formally allocated for the fieldtrip. Furthermore , the students repeatedly refe rred to the international scope that was made available to them through the practicals (something not possible through field work in the home country). Finally, numerous comments were made by students as to the tra n s fe ra ble skills gained by the module, particularly familiarity with computers and Queens-Online.
In future, we intend to exploit more fully a 'Discussion'option provided by Q u e e n s -O n l i n e as a fo rum for discussion during the module, i n particular the fieldtrip component. In addition, at the beginning of the s e s s i o n s , we intend to provide simple generic points students should consider during the fieldtrip. One hour into the fieldtrip, the assessment questions will be made 'live'. Such an approach is aimed at encouraging students to make fuller notes and utilise the fieldtrips as an educational resource during the allocated time, t h e r e by attempting to encoura g e students to explore their environment more. 
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Figure 1: Example fieldtri p ' A D 7 9 , Pompeii and the P l i n y s ' d e m o n s t rating the s t ructure and options within the virtual fieldtri p s, i n c l u d i n g (A.) world map of tectonic plates, (B.) the Bay of Naples, ( C.) Po m p e i i , and (D.) the human consequences!
Map of the Area Around Vesuvius (Bay of Naples)
The Bay of Naples records the first documented volcanic eruption and its effects on the local population. The eruption of Versuvius on August 24th/25th in AD 79 led to the death of around 5000 people in just 19 hours.
Aim
In this fieldtrip we will be looking at the timing of the eruption, the different phenomena and the human response.
Exercise
Make notes of the details given in the text that accompany the images and films to answer the questions that are associated with this practical?
Many of the details given in the following fieldtrip are reported in one of the core texts for this module: Scarth, A. (1999) Vulcan's Fury. Yale University Press, New Haven, 299 pp.
Pompeii
Pompeii was a relatively large town, just 10 km south-east of Vesuvius, covering an area of 1.5 km2 with a population of around 20,000 at the time of the eruption. No one at the time seems to have been aware of the threat the mountain posed.
Indeed, there was almost certainly no real concept of volcanic activity and there is strong evidence that the local people treated is as part of the landscape without any real fear. Click on the House of the Centenary to see how Vesuvius looked before the eruption. The site was 'excavated'from 1748, around the same time as Herculaneum. Despite this length of time, about one-quarter of the site (the north-east section remains unexcavated and is still farmed .
In AD 62, a large earthquake in the area damaged many of the buildings but by the time of the eruption these had been repaired and life had returned to normal. Late on the night of August 24th AD 79, while the Plinys were sleeping (albeit lightly), ash and pumice was now falling down on Pompeii which was immediately downwind of the eruption. The rate of accumulation was significant. Something of the order of 12-15 cm an hour! Those who fled south at this stage risked suffocating in ash and pumice but probably would have survived. No one knows for certain how many died but it seems likely that around 2,000 still remained in the town during the eruption.
The Garden of the Fugitives
Not far from Porta Nocera was a large vegetable garden than encapsulates the whole tragedy of the eruption. In this area, thirteen people were found, some of which seem to be a family. In 1864, Giuseppe Fiorelli who was in charge of the excavations, identified a way of preserving the appearance of the dead. He found in most instances, the ash had hardened sufficiently around the bodies, that once decomposition had taken place, the body outline was preserved. By pouring plaster into the hollow and subsequently removing the ash, the 'bodies'could be removed. In the Garden of the Fugitives you can even see the outline of the clothes and if you look closely the agony on their faces as they struggled for breath.
Introduction
If students are to develop the ability to carry out genuine research for t h e m s e l ve s , it is necessary to foster the growth of confidence at the same time as enabling them to acquire the relevant research skills. While the degree of guidance and support required by each student should diminish over time, the amount of input from staff can become burdensome when student nu m b e rs are large and staff availability is limited. The present paper is a report on the evolution of part of a module designed to encourage the development of research and transferable skills within the constraints of a large class group. While the wo rk presented focuses on Sport and Leisure Geogra p hy, t h e g e n e ral approach can be used for vir t u a l ly any subject-area in Geography (or in other subjects).
Context
Students generally enter geography courses in higher education in the R e p u blic of Ireland fo l l owing a secondary education in the subject in which they commonly have had relative ly little oppor tunity fo r independent research (even at a superficial leve l ) , or for presenting work other than in the form of answering written questions. A recent study of 268 1 st year geography students in the National University of Ireland,Maynooth,(NUIM) revealed that in their final geography course at school 73.6% repor ted that teacher talk/ lecture was a ve r y common pedagogic method and, rather more surprisingly, 43.3% that c o pying notes and diagrams was ve ry commonly used. O n ly 2.8% stated that small group work was used very often, while almost 88% had little or no experience of this and (unlike the UK) almost 60% had no experience of carrying out an individual project. Fieldwork would not be expected to be a very frequent activity, but it was noteworthy that 31 students (14.6%) had never carried out any fieldwork before coming to university. A large majority (83%) reported that they had no experience of giving a ' t a l k ' to their classmates, while only fi ve reported that these had been given either very often or fairly often. It is therefore unsurprising in the light of these findings that students often appear both to lack research and communication skills, but also the confidence that they can develop them. They appear to have a desire for ' t ru e ' a n s we rs , a cer t a i n ly that these exist and a real uneasiness when confronted with the unknown -and the need to find out about it.
As one of the aims of the geography course in NUIM is for students to d e velop skills which enable them to carr y out research both as individuals and as part of small groups, it is, t h e r e fo r e, n e c e s s a ry to devise a progr am me which builds from ve r y limited previous experience towards this aim. While it could be considered desirable for this program me to be integrated w ith the res t of the u n d e rg raduate programme to facilitate tra n s fer to other learn i n g situations (as suggested by Healey, 1992), the structure of the degree programme in NUIM makes this very difficult to achieve in practice. A large majority of students take geography as part of a two subject BA programme, and within geography they have a wide choice of modules.
To ensure that each student receives a balanced programme of skills would be extremely difficult without a great degree of ove rl a p.
T h e r e fo r e, skills are taught in the context of ' s t a n d -a l o n e ' modules in both the 1 st and 2 nd year. The 1 st year module 'Geographical Skills',like m a ny other fi rst year Geogra p hy progra m m e s , consists of a series of independent classes, each focussing on a particular skill or technique, such as sketch-map draw i n g , the avoidance of plagiari s m , and the development of skills such as group working and communication.
To build on this basic module in the 2 n d ye a r, all students (curr e n t ly about 200 in total) take 'Methods of Geographical Analysis'. Again,both geographical and transferable skills are taught and developed, but they are now set within the context of two research projects lasting over a number of weeks -(one in the 1 st semester and one in Semester 2). That in the first semester is generally based on a single project carried out by the whole class, divided into teams of fo u r, each wo rking on similar tasks. These projects are based in the local area and have frequently involved work in conjunction with local community groups (see Waddington, 2001 ).
© C o p y r i g h t
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The second semester project was initiated to build on the skills and the confidence generated during the first semester and to develop group working and oral communication skills, particular ly required in work in the third year. During the first cycle of the module when this second project was implemented, c o n c e rn about logistics (and a lack of confidence on the part of the present author), led to the presentation of a very clearly structured project based on the urban geography of the town of Maynooth. This meant that, while each team produced an a c c e p t a ble result and they were able to develop their org a n i s a t i o n a l and presentation skills, they had ve ry limited opportunities to devise their own aims or a different approach to the task. While this was popular with some of the students -those who lacked confidence in their own ideas (or those who wanted a simple life!),many reported in their evaluations that they did not find the project interesting, a n d would have welcomed the opportunity to do some ' r e a l ' r e s e a r c h . While they were actively involved in their learning in some ways, they were in danger of becoming 'so taken up with practical details that (they) fail(ed) to engage their brain on the underpinning reasons fo r the activity' ( C o t t o n , 1 9 9 5 : 1 1 3 ) . It also meant that differentiation in assessment was extremely difficult -with such strict guidance there was very little scope for students to display their own initiative or ideas.
The author was, in fact, giving students some autonomy, but was not really helping them to develop their independence as learners, despite this being an explicitly stated aim of the module (and a personal belief of the author). In subsequent years, therefore, a number of different projects were tried out,all of which had less rigid structures, but which all provided the basic outline of the requirements, again depriving the students of the opportunity to actually carry out 'real' research based around their own interests. The success and popularity of these projects varied with the team's satisfaction with the topic allocated. The teams still lacked confidence and many of them asked to be told the ' ri g h t ' a n s we r. In contrast to Cotton's suggestion that students respond badly to a 'pseudo-heuristic'approach, where 'teachers ...try to manipulate the learner into thinking that they have discovered new information ...for themselves,whereas,in fact,the teacher has planned a ve ry careful series of learning steps' ( C o t t o n , 1 9 9 5 : 1 3 ) , the students often wanted reassurance that they were being 'deceived' in this way. The ve r y clear guidance which had to be provided for the more technical aspects of some of the projects appeared to contri bute to this lack of confidence in their research. The students appeared to believe that if the technique was explained clearly this meant that the author must have actually carried out the research (or have access to results from another source). They were anxious to ensure that they obtained the ' ri g h t ' a n s we rs . This was part i c u l a rly acute when teams had what they perceived as no results (i.e. negative findings,such as that the atmosphere in the town was not heavily polluted). The students did, in fact, carr y out the research tasks generally in a very satisfactory manner and obtained apparently credible findings. They could identify a number of skills which they were deve l o p i n g , but did not, g e n e ra l ly, r e p o r t an increased sense of confidence in their abilities to ' d o ' research.
Following detailed review of the project, I realised that in an effort to overcome the twin problems of lack of engagement and a fear of 'getting it wrong',a different approach was needed. It was decided that if the students were going to develop both the skills of research (which they did appear to be doing) and also the confidence to apply these, it was necessary to remove the fo rmal structure of providing specifi c p r o j e c t s . I n i t i a l ly, the possibility of allowing each group complete freedom to select its own project was considered and, i n d e e d , t h i s could be regarded as the most satisfactory approach. H owe ve r, o n e essential aspect of the work was the need to ensure that these projects were successfully completed by teams who were prepared to carry out the necessar y wo rk . One requirement for this was clearly that encouragement, support and technical assistance was available to help the students develop both their skills and their confidence in their own abilities. However, there were 180+ students in the class and only one staff member and three post-graduate students to provide the required s u p e rvision and guidance. It was, t h e r e fo r e, decided that a genera l topic would be identified and, within minimal constra i n t s , the small groups allowed to plan and car ry out their own projects. The guidance provided is replicated in Figure 1 .
The aim of this project is to investigate the geographical aspects of leisure (i.e. not paid employment or study) activities. This will focus on the activities of group members, or on one particular activity or text analysis (images, a rt i c l e s , p h o t o g raphs) of an activity. It could relate, for example, to a sport which one member plays (but which is of general interest to the group),to shopping or club/pub related activities. Whatever you chose to explore, maximum credit will only be obtained for a project which has a clear focus on the geography of the topic.
Your work will be reported: Step 1:
Identifying the actual topic -you can not find out everything about leisure time activities, so you must think carefully about what yo u actually wish to investigate. (See Session 1Aim and objectives)
Work to be done:
1. Wo rking as a group identify a suitable general topic (aim) fo r your project.
2. Identify more specific objectives for your project 3. Identify the type of information that you need to collect to carry out your project.
4. Prepare a very brief report on your topic, which you will share with the rest of the class at the start of the next class. Only one person needs to speak.
Step 2:
Deciding on the methods to investigate the topic -clearly this will depend on the topic selected for inve s t i g a t i o n . This will invo l ve reviewing the sessions/ info rmation sheets on Interv i e w i n g , fo c u s groups/ group interviews, discourse analysis, diaries, photographs.
• Some of these methods,particularly diaries and photographs are u n l i ke ly to provide sufficient material when used alone -a combination is likely to be much more useful.
• There are other methods of carrying out qualitative research, but these may involve either ethical or logistical problems which are not appropriate for this project.
• If your work involves contact/ research involving anybody other than members of your group in any way other than those covered in class, you must check with SW before embarking on your research.
1. Working as a group, identify appropriate methods for collecting the information.
2. Draw up a timetable for carrying out your research -allotting tasks to each group member. 
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Step 3:
Collect data
Work to be done: depends on type of project/methodology selected
Step 4:
Analyse/ present data/ reach conclusions Work to be done: depends on type of project/methodology selected
Step 5:
Prepare poster/ oral presentation
• Guidance on how these should be done will be provided in class at the appropriate times
Figure 1. Leisure activities briefing sheet
Classes were held which dealt with specific techniques which could be of use in the project, for example, the use of group interviews and the keeping of diari e s . At a mid-point in the project, students we r e p r ovided with a short questionnaire which required them to review their progress. The team then compared responses and agreed a programme for completion of the work. Later sessions were devoted to the production of posters (where a modified ve r sion of that suggested by Kneale, 1996 was used) and oral presentations by groups. Then, in the final two sessions of the year each team of four students was required to give a 10 minute presentation about their research and to display their work in the form of a poster.
Assessment of the Work
Students receive marks and are provided with feedback on individual sessions during the project, but the main assessment is focussed on the final outcomes, (i.e.) the poster and the oral presentation. As part of the poster and oral presentation sessions, the students consider appropriate assessment criteria and they also vote on the total mark a l l owance for the project (within reasonable constraints) and on the propor tion of this mark allocated to the poster and the presentation.
At the presentation sessions, the lecturer plus two other observe rs independently complete proforma recording sheets on each oral and poster. Their results are then compared to provide a final mark. The teams of students also contribute to the process by selecting the best presentation in terms of technical merit and in content. They also do this for the posters , which are displayed around the room and inspected after the presentations. The student results are used by the staff 'assessors' to inform their own final decisions.
Results and Discussion
The response of many of the students during the initial (revised) session varied between horror and panic. The demonstra t o rs and I were inundated with requests for guidance on what research should be d o n e. H owe ve r, when it became clear that we were not going to provide this, but instead asked questions about the students' own and other people's leisure interests, they began to focus on their plans. It was found to be important at this stage to ask students questions that encouraged them to review their own ideas and to question them on d e t a i l s , to help them to clarify their thoughts and to overcome any immediate problems. During the course of the next week I had several visits from students who merely required reassurance that their ideas were suitabl e. While some groups needed assistance to refine their t o p i c s , all of the teams were able to find suitable research. I did, h owe ve r, find it ve ry hard to no to interfe r e n c e, p a rt i c u l a rly when I considered that a better approach could have been used. I found it a great challenge to raise points in such a way as to avoid imposing my ideas on the group and, I must concede, that I am not sure that I succeeded on all occasions. I learned a great deal about my own style and at the end of the process felt that I had greatly developed my own facilitation skills.
The standard of presentation varied considerably between the groups. However, out of almost 50 presentations only one gained less than a pass mark,in contrast to previous years when a number had been very poor indeed. The students all appeared to have made considera bl e efforts and their work often sho wed real insight into their projects. The audience listened with apparent interest to the ve r y varied topics, which included:
• The geography of canoeing;
• Trumpet and travel -the geographical experience of a marching band;
• When I was your age -the changing geography of leisure activities over time;
• The geography of pub location -a very popular topic!
• The geography of shopping.
From a personal point of view, this variety and my lack of pri o r knowledge of the type of project made the experience of spending 12 h o u rs listening carefully to inexperienced presenters much less traumatic than in previous years. I actually found myself listening with great interest, p a rt i c u l a rly to the group who had researched the marching band and who used a trumpet and a very ornate hat with long feathers (part of the band uniform) as visual aids and finished by playing the band's CD.
The student evaluations of the experience were generally very positive, with 89% (140 students) agreeing that they had enjoyed the teamwor k aspects of the project and 96.8% reporting that their group wo rk i n g skills had been improve d . Simi lar percentages also repor t e d development of their skills in oral communication, project planning and data collection and analysis (Ta ble 1). This represented considera bl e improvements from the responses of a previous group of students who had taken part in the earl i e r, more guided, ve rsion of this project. A further positive result of the empowerment of the students was that the average mark obtained increased from 49% during the first cycle of the project to 55% in the most recent year.
The LTSN-GEES Resource Database
A handy one-stop shop for GEES academics.
The database holds information on over 450+ resources such as case studies of good practice, tutorials, journal articles, course text books and CDs. There are still aspects of this project which require further review: for e x a m p l e, some groups' projects did not focus on the more spatial aspects of their topic (maybe their Sociology or Anthropology courses were influential). H owe ve r, ove ra l l , the project did achieve the basic aim of allowing students to develop their own research skills, a n d g e n e ra l ly seemed to provide sufficient structure to give them the c o n fidence to carr y out original research. An advantage of this approach is that it is extremely flexible, providing enough freedom to a l l ow vir t u a l ly eve ry student to find something of personal interest, without leaving the choice so open that staff would be unable either to provide appropriate support or to be qualified to judge the results.It is planned that a similar project will be under t a ken in the curr e n t academic year -when class size has increased again and there will be 200 par ticipants. 
Conclusions
The major lessons learned in carrying out these group projects was that greater freedom for the students to make decisions about their learning and ways of working led to a much more positive experience for both the students themselves and the staff invo l ve d . T h e participants developed their skills and confidence in their own abilities (and learned about both the satisfactions and the fru s t rations of carrying out research). The staff member received real reinforcement for her stated belief that students generally wished to do well and were willing to carr y out wo rk when they were active ly engaged in the process.
The temptation when faced with large classes is to make the wo rk carried out as structured as possible, since this apparently makes the logistics easier. However, as this paper suggests, the need to deal with large numbers can provide the impetus to try out 'freer'approaches to learning and,as such,lead to a more satisfactory and successful learning experience for all concerned.
Introduction
The HERODOT Thematic Network H E RO D OT is the European Geogra p hy Netwo rk of higher education i n s t i t u t i o n s . At its outset in October 2002 it had just 42 part n e r organisations. This number has continued to expand and at the end of its fi rst year reached over 100 higher education Geogra p hy and environmental studies departments and geographical associations, with representation in 30 European countries (European Union, E u r o p e a n Economic Areas and candidate countries). The members of HERODOT h ave begun to establish links by wo rking directly and indirectly with n a t i o n a l , European and multinational organisations and associations in the field of Geography and in geographical education. The purpose of the HERODOT Thematic Network is to establish a trans-national forum for the study, a n a lysis and development of Geogra p hy in higher education and to promote the professional development of Geography teachers and lecturers. HERODOT thus plans to enhance co-operation, e n c o u rage mobility between countries and share info rmation and expertise between higher education institutions. HERODOT functions as a focus of activity in matters concerning geographical education in Europe. 
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The aims of HERODOT are to:
• D e velop strategies and methods to strengthen coopera t i o n between education institutions and organisations in Europe;
• C o n t ri bute to des cr i p t i o n s , a n a lyses and compar isons of Geography and geographical education programmes and policies in Europe;
• Strengthen the links between research, p r o fessional training and geographical education in Europe.
Through the H E RO D OT P r o j e c t , three issues of common interest (Thematic Pillars) have been established and further developed. These are (1) Eu ropeanisation of the Cur riculum (2) Pro fe s s i o n a l Development and (3) Exciting Geography. In this way, aspects of the training of Geography academics, suited to changes in a wider Europe, are being promoted and enhanced. Through the comparative analysis of par ticipating countri e s , c u rriculum development and teaching innovation are being encouraged and disseminated.
Thematic Pillar 1 (TP1) is looking at Europeanisation of Geography and the cur riculum. As part of its remit TP1 has undertaken to complete an analysis of competences in Geography higher education courses in E u r o p e, based on the Tuning approach (Gonzalez and Wa g e n a a r, 2003a).
The Bologna Declaration
In June 1999 higher education Ministers from 29 European countries signed the 'Bologna Declaration'. Review meetings were subsequently held in Prague in May 2001 and Berlin in September 2003. Its goal is d e fined as 'creating a European space for higher education by 2010, which will enhance employabilit y and in crease intern a t i o n a l competitiveness of European higher education' (European Commission, 1993) . The Bologna process is not seen as a means of standardising higher education. It respects the principle of diversity and autonomy (European Commission, 1999) and as such will not be imposed upon national governments or higher education institutions.The aims of the Bologna Process include implementation of quality assurance; adoption of a degree structure based on two main cycles (bachelors, masters); promotion of student and staff mobility; establishment of a system of credits; recognition of comparable degrees; lifelong learning; promotion of the European dimension in higher education and increasing the attractiveness of the European Higher Education Area (Gonzalez and Wagenaar, 2003a).
Tuning of Educational Structures in Europe
The Bologna process aims to create an integrated higher education area in Europe. It is this process together with the wider context of rapid social change in Europe, reflecting upon higher education (Gonzalez and Wa g e n a a r, 2 0 0 3 a ) , that led to the development of 'Tuning'.The increasing mobility of students has highlighted the need for c o m p e t i t i ve n e s s , c o m p a rability and compatibility within higher education (Gonzalez and Wa g e n a a r, 2 0 0 3 b ) , with students seeking reliable information on the programmes of education on offer to them. This is coupled with the need of future employers both at European and wider international levels to have clear information on what higher education qualifications stand for in practice (Gonzalez and Wagenaar, 2 0 0 3 b ) . Tuning therefore is a mechanism that allows the analysis of higher education cour ses to be under t a ken in terms o f th e expectations (of academics), the outcomes (of graduates) and the needs (of employers).
Tuning aims to initiate Europe-wide conve rgence within geogra p hy higher education.The content of study programmes and their structure is the focus of Tuning, not the educational system itself, which is by and l a rge a national gove rnment issue. The protection of dive rsity within European education is considered to be vital (Gonzalez and Wagenaar, 2003b). Thus, rather than prescribing European curricula,Tuning aims to identify areas of common reference and understanding (Tuning Project, 2 0 0 2 b ) . In other wo r d s , tuning within higher education subject areas, whilst co-ordinated by academic staff from different countri e s , i s designed to be a unive rsity dri ven and independent action (Tu n i n g Project, 2002b).
O ri g i n a l ly the Tuning of Educational Structures in Europe Project ( Tuning Project, 2002a) sur ve yed the subject areas of Business A d m i n i s t ra t i o n , Education Sciences, G e o l o g y, H i s t o ry, M a t h e m a t i c s , P hysics and Chemistr y (Doner t , 2 0 0 3 ) . In 2002, the European Commission recommended that similar Tuning should now take place throughout other (various) educational disciplines (EURO PA , 2 0 0 2 ) and that this activity was best undertaken through the subject specific Socrates-Erasmus Thematic Networks of which HERODOT is one.
The initial focus of Tuning is to identify points of reference for both generic and subject-specific competencies and skills (EUROPA, 2002) and to under t a ke comparisons of the opinions and expectations of a c a d e m i c s , g raduates and employe rs within discipline areas. T h e competences are developed and defined for testing by the academic subject-based team. They describe discrete learning outcomes, ( i . e. ) what a student knows or is able to demonstrate upon the completion of a learning process (Gonzalez and Wa g e n a a r, 2 0 0 3 ) . T h e s e competences can then be used as points of reference possibly fo r c u rriculum evaluation and design. They should allow flexibility and autonomy in curriculum construction whilst at the same time providing a common language in describing curriculum aims (Tuning Project, 2002b) .
Survey of academics, students and employers
Initial discussions related to the Tuning sur vey took place at the H E RO D OT launch conference at the RGS-IBG in London, in March 2003. A member of the original Tuning Project led a workshop, which addressed the principles and approaches that had been adopted. Following this, a working group of geographers from six countries met to decide on the details of the Tuning pilot study that would be undertaken in 2003-4 and to identify the generic and subject-specific competencies necessary to undertake the Geography Tuning survey.
The Pilot sur vey star ted in October 2003 and the fo l l owing nine universities are involved at this stage:
• Autonomous University of Barcelona, Spain
• Constantine the Philosopher University of Nitra, Slovakia
• Liverpool Hope University College, United Kingdom
• Nicholas Copernicus University in Torun, Poland
• University Bordeaux 3, France
• University of Iceland
• University of Karlsruhe, Germany
• University of Malta
• University of Tartu, Estonia
Each institution invo l ved with the pilot study will survey at least 25 academics and graduates from subject departments in their country in addition to known employers of geography graduates.The survey itself t a kes the fo rm of a short questionnaire outlining a list of subjectspecific (Table 1 ) and generic competences (Table 2) .Respondents are a s ked to rank the ten most important generic competences and in addition to comment on any other competences that they feel are i m p o rt a n t . Those competences that are considered to be the most i m p o r tant can then be used as points of reference by Geogra p hy D e p a r tments as an aid to design relevant curricula and in the c o n s t ruction of appropriate qualifications (Gonzalez and Wa g e n a a r, 2003b).This will allow flexibility whilst protecting autonomy in curricula development. 
n e t) .
The sur vey of competences will be used in defining commonly accepted learning outcomes and to enhance professional profi l e s ( E U RO PA , 2 0 0 3 ). Through sharing experiences and identification of good practice (Tuning Project, 2002c) transparency of diffe ri n g educational structures will allow and encourage innovation and quality.
At this time the full Tuning methodology will be finalised so that the s u rvey can be under t a ken throughout Europe involving H E RO D OT p a r tner institutions. The results from this sur vey will be publ i s h e d together with the findings and recommendations. It should be noted that tuning groups have no authority and changes to curriculum will not be forced upon higher education institutions and recommendations are meant to be helpful guidelines only. H owe ve r, the issue of Tuning is n ow considered to be of impor tance by all European education M i n i s t e rs , p a rt i c u l a rly with regard to the higher education curri c u l u m reflecting the needs of employers in an increasingly global marketplace.
Conclusion
The Tuning of academic subjects provides an opportunity to compare and contrast the opinions on, and outcomes of, u n d e rg raduate study across Europe , as the Bologna Process encourages systems to become harmonised (European Commission,2003a) . It is hoped that the results of this sur vey will enable European Geogra p hy depar tments to become more aware of the needs of their graduates in the workplace and the relevance of key skills to employe rs (Van Ernst et al., 2 0 0 1 ) resulting in the preparation of relevant curriculum change in an enlarging Europe.
In 2004, a number of HERODOT members intend to apply for further funds to develop a distance lear nin g European module fo r undergraduate Geography, based on the outcomes of this survey, and the perceived needs of employe rs which will seek to address the s p e c i fic learning objectives of students and the relationship betwe e n academia, learners and businesses (Van Ernst et al., 2001) .
Further information on the thematic pillars' activities is available on the HERODOT Web site (http://www.herodot.net).The HERODOT Thematic N e t wo rk is funded under the Socra t e s -E ra s mus Thematic Netwo rk s action (European Commission, 2 0 0 3 b ) . The grants awarded support conference attendance, meetings and research activities of the network members. Van Ern s t , B. , Pa t e rs o n , H . L a n g wo rt hy, A . , C o s t e l l o, B. 
